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primarily on.immigrant groups.

- T INTRODUCTION _

.As the United Ltates grew f:om 5 rural ecOnomy to an industrial

economy, the shape of agriculture changed. Many small farms that were once fm

family owned and operated were swallowed up. As agri-businesadgreu,‘the

— - *

need for cheap, temporary labor grew, and thus, migrant streams came into R
being. In the east, the migrant stream developed out of the.share-croppiné T :;;
system, and has been traditionally Black, with a small number of poor Uhites. - X )

Blacka, historically discriminated against, often found that the low paying
temporary farm work was- the only type of employment they could obtain.

In the western part of the u. s., the search for cheap labor focused

e e

After the completion of the transcontinental'l“':' )

railroad,.many Chinese were recruited as farm labofera in California

Later, the Chinese were replaced by Japanese and Filipino workers. This

f supply of labor was limited in 1924 when Congresa passed the Immigration Act-:

A

excluding 0rientals.

PR

7 st

- their workers for agriculture. The bracero prograu was formalized in 1‘51

_ to control the flow of Méxican labor into this country The program waa

- U. S dollars back to their homelaud _each” year.

Hexicans began to enter this country in large numbers in the first -,

T —s

decade of the twentieth century.

Comiug from an agrarian society, they

were ideal as farm laborers. During the second Wbrld War, labor was_ in such

> .,r-:: ~

short supply that Congress made an informal agreemeut with HExico to accept b

. - o s oo

terminated in 1964 because.beican uorkers took nearly $100 million in _1- :

b L3

;I\‘o
i
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During the years from the early part of the centuryﬂto the 1960's,

- many of the Workers who came stayed and made thia country their home. The
Senate Subcommittee on Higratory Labor set the migrant popoiation at one

" million in 1969. The Migrant Research-Project completed by the Manpower

Evalvation and Development Institute in 1970 found that thia migrant popu-_

lation was 75 percent Mexican American and 19 percent Black, with a ‘ B

remaining 6 percent ﬁatire-hmerican, Puerto Rican, and others. There are T

: ' . - - - AT
= - no current figurea concerning the numbers of Spanish surnamed and/or “ AT
PN

Spaniah speaking migrant workers, but estimates range from 70 to 85 percent. B
The patterna of the migrant streams have changed in recent years.-

Becauge of increased job opportunities, many Blacks have been.able to drop

out of the eastern stream. Migrant familiea from the Rio Grande Valley now. . - i

move to states such aa Florida and New rofi"Zhd other eastérn states, as h -

vell as to the western agricultural states. A reCent aurvey by the state- .- :
of Florida indicated that 75 percent of the migrant children in Collfer .-

— County, Florida, are Mexican American. The Spanish epeaking migrant an

‘works and livea in 48 states.

 This monograph is concerned with the development of special programs

for Spanish speaking migrant children. Becauae these children are migraf

tory, they have special social and phyaical needs, and programe developed
for them cannot focua solely on academic needa and ciassroom activities.

_ Comprehensive programs must consider and, if possible, include the fhﬁi1y :

and the community in order to meet the needa of the children as completely -

as possible. B __, ‘ -- - R

The fact that Spanish speaking migrant children have difficulty o . uffé

speaking and understanding the English language both affects, and, in many ’

SN DI S R A 0 AL NPV R B LI WO P
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cases, determine the implementation of migrant programs. For this Teasonm,
this paper cites much of the literature currently available in bilingual
educatior;, and attempts to point out that which is relevant to Spanish _ -
spe:::xking migrant children. The leatning process of a Spanié.l-: speaking
migrant child is not much different from the learning process of a Spanish =
_ speaking non-migrant child, althougﬁ st=ud"ie; have" shown that there may be
significani differences in learning-processes between children of different
Lo cultural groups. . | e
- _.“- " There aré many difficulties i:_im?lementinngﬁgﬁ.ish__aa a Second Language . . _ *
: (ESL) and bilinguai education programs’;fof:" migrant téh:ll'dfen. _Lit-t_;by i “
little, through "implmentat_ion of such programs and further ;.cese:a:l."ch, better
- c;»mprgehensive services can be deve;lb_pgd for Span:_@sh_ speakiné :qi-gr.:ant “chil- - ‘- .":‘.
dren in the future. Since bilirgual education of p;g_f;nil-__stt;cl-enis:ha;s -only' -
_bécgme_impor_c_an_t nationally within the pa-st- ten yérs, nuch work remains- - ﬁ
- -hye“f" tc be done in program d-ex-relopmenﬁ. _ . - I o _’
. N
9 T




RATIONALE

Definitions

Children of limited English speaking ability have been defined as
those "who were not born in the United States ar.wWhose nativé language is
a language other than-ﬁnglish, and {children) who come from environments
where a language other than English is dominant. . . and by reason thereof,
have difficulty speaking and understanding instruction in the English
language” (United States Commission on Civil Rights Clearinghouse, 1975:

p. 196). This definition certainly includes large numbers of migrant
children.

There are_basically two types of instructiopal Efograms that can be
utilized ;ith these children~-bilingual education and English as &2 Second
Language (ESL). The two terms are often confused, and thus are carefﬁliy
defined here.

According to the Bilingual Education Act of 1974, a bilingual educa-
tion program ie one in which there is "instruction given in, and study of,
English, and, to the extent necessary to allow a child to progress effec-
tively through the educational system, the native lénguage of the éhildren
of 1imited English-speaking ability, and such instruction is given with
appreciation for the cultural heritage of such children, and with respect
to elementary instruction shall, to the extent necessary, be in all courses

or subjects of study which will allow a child to progress effectively

through the educational system” (PIL. 93-380). More simply stated, bilin~

gual education makes use of two languages to instruct a child who has only




a limited command of English so that he can progress effectively The
arount of time spent In each of the two languages depends on the child and
his skills in each language. Bilingual education, as defined by law, also
includes bicultural education, which means that bilingual programs must be
sensitive to the child’s cultural heritage.

An ESL program is a planned instructional program for teaching lis-
tening, speaking, reading, and writing in English to children whose native
language is not English. The ESL program methods used to teach foreign
language education, focuses on the sound, sStructure, and vocabulary of the
English language. ESL requires long periods of intensive instruction.
Although it is an important component of any bilingual program by itself,
ESL is'ggg bilingual education, since bilingual education laws require

that children be taught partly in their native language.
Judicial and Legislative Support

In recent yea?s bilingual education and ESL have received support from
several different sources. The first Bilingual Education Act of 1967
allocated monies for the development of bilingua} demonstration programs,
and federal support has been increasing since that time. The Lau vs.
Nichols Supreme Court decision of 1972 gave further support to the concepts
of bilingual education and the teaching of English as a second language.
in the court decree, Justice Doyglas stated: "There is no equality of

treatmenfnmerely by providing students with the same facilities, text books,

L4

teachers, and curriculum; for students who 40 not understand English are
effectively foreclosed from any meaningful education” (Supreme Court

Opinion 72-6520, p. 3). The Court did not specify any remedy, but stated

|
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that ESL and instruction in the child's native language will help migrant
students receive .his "meaningful education.”

The Equal Educational Opportunity Act of 1574 focused on the responsi-
bilities of school systems and decided upon and defined actions which effect
a denial of equal educational opportunity. The Act states that "the failure
by an educational agency to take appropriate action to overcome language
barriers that impede equal participation by-its students in its instruc-
tional program (United States Commission on Civil Rights Clearinghouse,
1975: p. 197) constitutes a denial of equal education opportunity.' The
growth of bilingual education and ESL programs has received further impetus
from other legislative and judicial decisions at the federal and state

levels.
Relevancy to Migrant Childred

According to a recent definition, a "'currently migratory child' is
a child who has moved with a parent or guardian within the past twelve
months across a school district boundary or boundaries in order that a
parent, guardian or member of his immediate family might secure temporary
or seasonal employment in an agricultural or fishing activity” (Federal
Register, July 8, 1975: p. 28624). Slightly more than half a million of
these children are enrolled in the Migrant Student Record Transfe; System,'
and there may be half a million more children who can be defined as migrant
who are not carried on these rolls. If 75 percent of these children are
Spanish speaking (a conservative estimate), there are at least 375,000
enrolled migrant children and as many as 375,000 non~enrolled migrant

children who could benefit from bilingual or ESL instruction. These

12 . .




children have speciai needs because of their mobility, and special needs
because they don't speak much English. Too often in the past they have
been looked at as "problem children” cnly because their needs are different.
Perhaps the best example of this "problem" point of view appeared in the

May, 1975 Education Briefing Paper onr migrant children which stated: "To

make matters worse, many of them can't speak English" (p. 1).

As shown in the past, a regular school program cannot meet the needs
of these Spanish speaking migrant children. Without 2 nationaliﬁ_coordir
nated migrant program, local educational districts cannot provide the
educational continuity these children so desperately need. An& without
well organized ESL and bilingual education programs, these children will
effectively be denied equal educational opportunity.

An agency at the federal level needs to assist Etates and local
school districts in providing educational continuity. Since migrant cﬁil-
dren do not remain within fixed geographic boundafies, such a& school
districts and states for long periods of time, and since they may not
attend school at all for weeks at a time, the federal government wmust take‘
the responsibility for assuring that these children receive relevant and
continuous educational opportunities. Since most migrant children are
Spanish speaking, ESL and bilingual education must continue to be important
thrusts at the national level.

States that share the gsapme children need to work togethe; in orderlzb
provide better educational services. In many cases, state educational
agencies can provide strong leadership in the development of local educa-

tional programs. State agenciles can take the initiative in providing

training and technical assistance to local school districts which do not

13
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have the resources to serve their Spanish speaking children effectively,
State migrant personnel can also be instrumental in providing materials
for local programs. Successful instructional programs are most likely to

result when persommel at all levels work together to develop them.
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PROGRAM PLANNING CONSIDERATIONS

Pre-Program Assessment

Joshua Fishman and John Lovas, in the article, "Bilingual Educatiou in
Sociolinguistic Perspective" (1970), stated that realistic societal infor-
mation ig needed in order to establish realistic educational goals. In
other words, any successful educational program must meet the needs of the
community and generate community support.

Making a pre-program assessment of migrant communities' and students'
needs may be particularly difficult to accomplish. Often program adminis-
trators do not know when children will arrive, where they are from, or what
their needs are. Determination of community n;eds and desgires is complicated
by the féht that migrants live in more than one c;;mﬁnity in-the course of - ... .. . ;g;
their work. Not only dec these factors frustrate planning at the local |
level, they undoubtedly contribute heavily to the rather frugmented educa-
tion migrant children currently receive. ~

* While there are no easy solutions to these problems, some programs |
have made attempts to Solve them. In places where the pattern of migrant -
movement is fairly stable, personnel at the receiving site can communicate
with personnel in the home Luse state in order to conduct a pre~program
assessment. Questions that need to be asked include:

*How many limited English gpeakers live within the migrants'
home base community?

*How many bilingual persoms are in the community? - .
*What are their skill levels 4in each language?
9
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10
*Which languages are increasing or declining within the total
home base community? .
*Are students moving into or out of the home base community?

*What are the community's: attitudes toward English as a second
language and/or bilingual education?

*What are the students' levels of subject matter achievement?

To obtaiu.enough information to answer these questions, interstate
g cooperation is a must. A program that has childrep for only a short.period
of time must interact with the home base location in order to know what the
children and their community need.
Once all the basic community information is gathered.in the pre-
prozram assessment, there are still several critical factors which affect »i

model selection. These factprs concern general student characteristics

and program administration as related to funding. o

;J* . Grade and Age Level. Grade levels of students must be carefully - _;“
considered in model se%ection. A group of recently immigrated high school -
students who do not speak English will certainly have a more urgent need
for an intensive ESI, program than a group of kindergarten children who do
not speak English. Pre-kindergarten children who do not speak English will
probably have a greater need for bilingual education to further develop
concepts they have already established in the home language and to foster
home~-preschool continuity.

Length of Stay. The students' intended length of stay in the program

is another critical factor. A program that has students for six months of
the year would have more options for model selection than a program that
has students for shorter periods of time. This time factor may not be as

important if the receiving sfte has cooxrdinated with the home base gite to

16
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minimize differences in instructional procedures and materials.. The length
of time needed to introduce a child to an instructional situation versus the
total length of time the child will be in the program must be analyzed.

Integration with or Segregaticn from the Regular School Program. The

fact that Title I Migrant monies may not be used to supplant regular school
functions and services has a great bearing on model selection and program
implemenéation. A progrém operatihg within a school system that only
releases migrant children‘for an hour a day for special tutoring, for ex-
ample; cannot expect to offer those children a full bilingual program under
the auspices of the migrant program. A supplementary migrant program must
focus on the special instruction which is not available to the children in
the regular classroom. Migrant personnel working under such restricted
conditions might encourage local schoo{ personnel to provide a bilingual
program'with other funds. oo

Whether or not limited English speaking migrant students are inte—
grated into classrooms with native English speaking students (migrant or
non-migrant) will affect the rate at which they learn English. A small
group of limited English speaking students exposed to a large group of
Englich gpeaking students will tend to learn English much faster than a
large group of limited English speaking students exposed to a small group
of English speaking students. It i1s natural to interact only with those-
who speak one's native language, especially for older students and gdults,

but such interaction inhibits their ability to learn the second language.

17




Selecting a Program Model

Several researchers and practitioners have developad models and
typologies for ESL and bilingual education. Fishman and Lovas (1970)
defined their program types in terms of differences in community and
school objeciives. They arrived at the four broad categories of! (15
transitional bilingualism, (2). monoliterate bilingualism, (3) partial
bilingualism, and (4) full bilingualism.

Bruce Gaarder, in “Organization of the Bilingual School® (1967, pp.
110-120) does not consider transiticnmal bilingual education to be true
bilingual education. The factors he considers in hig typology are: the
number of student linguistic groups, the particular language added, mixing
and/or segregation of classes, and time allotted to and treatment of the
languages in the curriculum. He gave examples and.descriptions of six of
the eight organizational patterns.

*  In A Typology of Bilingual Education” (1969), William F. Mackey
dé;eloped a typology of 90 different models based on the languages uged in
the home, in the school, in the area, and in the nation. Be further
characterized curriculum in terms of transfer or maintenance, direction
(acculturation or irrendentism), distribution (différent or equal), and
change (compléte or gradual).

Unfortunately, many of these models and typologies are not appropriate
for describing programs for migrant children for various reasons. First,
wmigrant children are often not in one school long enough to establish the '
educational continuity which is an integral part of many of these models.

Second, the restrictions placed on the use of Title I Migrart monies by the
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supporting legislation does not always permit migrant programs to be
fully integrated into the regular school program. Often such full iﬂte-
gration can only be accomplished tnrough the use of different funding
sources.

This section attempts to isclate several different ESL and bilingual
education wodels which can be implemented for migrant children. Each is

described and its advantages and disadvantages discussed.

ESL Models
Intensive ESL

An intensive ESL program as described by Mary Finocchiaro (1969)
1s one designed specifically for English oral language development for
limited English speaking students. It i1s not the same as a language
development program for students who already speak English, as the program
makes a consclous effort to teach students the features of the English
sound, structure, and vocab&iéry systems. The program does not encourage use
of the students’ native language. Limited Fnglish speaking students are
isolated from native English speaking students for the major part of the
day for intensive ESL instruction.

An intensive ESL program could be used in a summer program to teach
migrant studeﬁFs as much English as possible before the regular school year
(which should include follow-up instruction). Intensive ESL may be espe-
cially useful with small groups of older migrant students who may not be in
school wuch longer, and thus need to obtain &s many English skills as
possible in a short time span. This program could also be used during the

regular school year for migrant pre-schoolers to prepare them for a

19
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monolingusl English elementary school. Because children given this pro-
gran woulé face a radical change in environment, extreme care should-be
taken to maintain a strong relationship between home and bre-schoom to
provide the children with the proper emotional support.

Probably the wain disadvantage of an intensive ESL program is that it
does isolate limited English speaking migrant students from important con=~
tact with native Engl}sh_épaaking students. This peer interaction is an‘
important learning tool that is often forgotten in education. Such

segregation can cause fragmentation among student populations unless a

special effort is made to bring them together in other activities.

Pull-0ut ESL

In the pull-out ESL model as described in A Better Chance to Learn:

-

Bilingual-Bicultural Education (United States Commission on Civil Rights

Clearinghouse, 1975: p. 81) the student receives instruction for a portion
of the day from an ESL teacher and participates in the regular English
c¢lassroom instruction for the rest of the day. Such a program can be
valuable for a migrant student who has enough skill in the English language
to benefit from regular instruction, but who needs additional work in areas
such as vocabulary development. Before assigning a migrant child to a
pull-ocut ESL program, program directors must be sure that the cﬁ}ld does
indeed have enough skill in English to benefit from regular English class-
room instruction. A pull-out ESL program is also an appropriate follow-up
for migrant students who have already been in an intensive ESL program. The
fact that migrant students are with their native English speaking peers for

the major portion of the day undoubtedly facilitates their learning of

English.

20
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ESIL, Support Type Component
The concept of an ESL support type component was introduced by

Muriel Saville~Troike (1374). An ESL support type component is included
within the regular classroom inatruction, and provides migrant students
with necessary English language skills, as well as the opportunity to use
these skills in a real situation. A professional or a trained paraprofes-

sional could provide support type activities for ﬁnglish as a Second

Language and integrate them into the regular content axeas. This approach

would also allow for s great deal of individualization for limited English

speaking migrant students. _

The main advantage of an ESL support type component is that the child

—learns a certaim amount of subject matter as he receives }anguage instruc-

tion. Furthermorxe, integration of .limited English-gpeaking migrant students

with native English speaking students prumotes their learning.of~Engliahf--

——n A——

Bilingual Models
Transitional Bilingual Model-

In transitional bilingual programe, the student's native 1anguagé-is'

used to teach subject matter while the student is in the process of .
Fi)

learning English. The native lsnguage is uséd as a tool to teach Engliéh.
Title VII legialatiog and most gtate bilingual education laws mandate
transitional programs. Several atﬁte laws mandate thiat students be enrolled
in a transitional program for s period of th?ee yeaxs, or until they are
proficient in English.

Transitioqal bilingual programs axe certainly a step forward for

states in which it was previously illegal for a language other than English

-tb be used in the classroom. Using the student's native lsnguage allows

21
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him to further develop skills he has already begun to learn while he is

learning English. 1t helps develop strengths the migrant student brings

from home, and thus promotes a stronger home-school relationship.
Because of the length of time necessary to effect a transition from

Spanish to English usage, migrant students must be in the program for a

[

substantial span of time, and there must be a high degree of enrollment

carry-over from Yyear to year. The .effectiveness of a transitional bilin-

gual program is increased through strong coordination between the home base

site and the temporary site. Q(ne such program has been successful in pro~
viding the same curriculum, the same support services, and even the game
staff while the children migrate (Bilingual Mini-School Tutoring Project,

1972-75). Acconmplishing this sort of coordination 1s by no means an easy

F

task, but it is possible,

Maintenance Bilingual Education

Maintenance bilingual programs encourage the student to develop and
maintain both languages and encourage academic growth in both languages.
To be most effective, maintenance bilingual programs must be continuous,
pre~-K to post-gecondary.

Some bilingual g@ucators feel that mainterance bilingual education is
an ideal toward which committed professiomals should be reaching. They
point out society's need for individuals who are fully bilingual. Transi-
tional bilingual programs tend to phase out non-English language, although
it may be considered as important as English. The disagreemeﬁts between
those who favor maintenance education versus those who favor transitional

bilingual education are based on involved sociolinguistic, economic, and

22
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- political factors which will probably remain entangled for years to

coune.

+ Maintenance bilingual programs have many of the same operational
requirements as transitfonal bilingual programs, except that they are con-
tinued over a much longer period of time. Migrant students in these
programs must be at one site for a substantial amount of time, or else_
there must be_very strong cooperation between the home base site and the
receiving site. A maintenance bilingual program could best be implemented —
in the home base site to which a large majority of the same families re-

turn each year and in which loyalty to the mother tongue is strong.

Supplementary Model

A supplementary bilingual model (Models of Bilingual Education,
Spring, 1972) can be used to give migrant students-pdrtial bilingual
instruction. This model requires that limited periods in the schooi day
be set aside for imstruction in the native lénguage. If students are in
need of ESL instruction, it is given at a separate time. Thé supplementary
bilingual model can be used in conjunction with any of the ESL models.

Many bii;ngual educators do not consider such a supplementary program
to be a true bilingual education program. Nevertheless, it is used h&
some school systems which for various reasons have not beeﬁ able to
implement full bilingual programs but which wish to provide limited English
speaking children with some instruction in their native language. Because
of restrictions p&aggg on the use of Title I Migrant monies,. the supplemen~
tary bilingual prog}aﬁ‘éometimes provides the only means by which a small

group of Spanish speaking migrant students can receive native language
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instruction within a large non-bilingual school system. The supplementary
bilingual program can reinforce concepts the migrant student learns in the !
regular classroom as well as improve his self-concept. For maximum effec-
tiveness, there must be close contact between the regular classroom teacher

and the native language arts teacher.
Establishing Instructional Program Goals Based on Model

Administrators, staff, and community must define the goals they hope
to achieve witﬁin_given time 1imits in order to determine which bilingual
and/or ESL model they wish to implement.

Once they have sélected an abpropriate program, program administrators
decide how to pace and measure student growth in language proficiency in
both the subject areas and the affective areas. The staff must determine
students' initial skill levels and decide upon valid ways of measuring
student achievement. Student growth is most often measured.in terms of
tests, checklists, inventories, etc., but other factors, such as increased
attendance and decreased diop-out rates, can be very valid measures of
program success.

Many programs establish goals for themselves in areas other than
instruction. As program managers become more sophisticated, they establish
measurable objectives for themselves in management. Objectives can also be
established in the areas of curriculum materials development, staff develop-
ment, parental involvement, and support gervices. The Pasco, Washington

project reports (1972~75) give excellent examples of how to develop program

objectives to meet program goals.
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Instructional Program Staffing to Meet Program Goals

Unfortunately, instructional goals are more often determined by the
skills the instructional staff can teach rather than the skills the chil-
dren need. Because of the shortage of qualified ESL and especially. of
bilingual teachers, careful staffing for migrant programs is critical.
Although program administrat:ors establish overall goals for a program,
classroom teachers and aides have the responsibility for establishing more
specific goals and 6bjective: for individual migrant children.

The administrgfive staff must have a clear understanding of what skills

are necessary for the migrant teaching staff to meet the overall program

goals. Mary Finocchiafb,'in Teaching Fnglish as a Second Language (1969),

described the required competencies for ESL teachers. Some of the compe-
tencies she listed were: ; .

insight into the students' linguistic and cultural background;-

indepth knowledge of the features of the English sound, grammar,
vocabulary, and cultural systems;

skills in the methodology of teaching Engi:lh as a second
language;

skills and techniques in grouping;

skill to utilize and develop iInstructional materials consistent
with program objectives and students' needs;

ability to diagnose and evaluate individual student progress;
and ‘ .

ability to provide a positive classroom enviromnment and develop
positive self-concepts.

In addition to this 1list, ESL teachers of migrant children should
have & good understanding of the migrant child and his lifestyle. The -~

ability to communicate with the migrant parent is also an important skill.
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At a conference sponsored by the Center for Applied Linguistics, .
bilingual educators proposed guidelines for the preparation and certifica-~

tion of bilingual bicultural education teachers (The Linguistic Reporter, --

October, 1974). According to this conference, migrané program administra-
tors should consider the following areas in selecting staff:

personal qualities; |

language proficiency;

knowledge of linguistics;

kn&wledge and skills in cross~cultural settinés;

skills in instructional methods;

e

skills in curriculum utilization and adaptation;
skills in assessment;
1 skills in school-community relationg; and . - if
experience in supervised teaching. |
_ Once the adhinistrators of a migfant program hLve défined the staff
skills necessary to meet their program goals, they can inter;iew potential
staff members. The ciassroom staff shnuid include both proféssionals and
e ’ paraprofessionals. Very rarely, if ever, will program administrators be
able to assemble a staff with all the required competencies. A careful
inventory must be taken to ascertain what skills the staff members have
and what gkills they need. ' .
As the teaching staff’s skills and competencies are assessed, a program 2
of preservice and inservice training can be planned to meet their needs. |
It is at this point that state bilingual and migrant staffs, local universi~ e,
h: t;es; and outside consultants can be useful. Training goals and objectives ‘,:

should be established by teacher trainers skilled in the areas of migrant
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education, bilingual education and/or FSL, in conjunction with classroom
staff. Claséroom personnel often know their own needs far better than
anyone else.

Many universities have ESL teacher training programs, and a growing
number of universities offer training in bilingual bicultural education
from the aide level to the doctoral level (see Appendix A for a list).
The Training and Resource Centers funded through Title VII also have
techn’cal expertise in these areas (see Appendix B for 1list). Personnel
&t these institutions can be utilized to structure training programs
particularly relevant to the needs of teachers of migrant children.

A series of manuals for teacher training entitled New Approaches to

Bilingual Bicultural Education (1374) has been developed Py Manuel Ramirez,
P, Leslie Herold, and Alfredo Castaneda. ?hese manuals deal with theories
of hilingﬁal bicultural education, theorie; of cog;itive learning styles
of Mexican Auerican children, and ways of implementing these theories in
the classroom. The booklets could greatly.assist a migrant program to

establish its own structure for staff training.
Parent and Community Involvement

Parent and community involvement in planning a migrant program should
begin before the staff is selected. Parents and communities should be

involved with nre-progr:m assessment and successive phases of planning,

implementation, and evaluition. Migrant parents and community members

should be consulted on policy and decision making and on setting program

goals and objectives.
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Unfortunately, migrant patents are frequently not in the community
when most of the planning is done. The typical migrant workday of up to
fourteen hours leaves most migrant parents with very little time in wh;ch
to involve themselves in school programs. Still, effective communication
with parents while they are still in the home base state can sometimes
increase parent participation in decision making. Migrant program directors
are encouraged to talk with community leaders who may themselves persuade
parents to become'involved with the program.

The La Grulla - Ephrata program, which is a cooperative effort between
the states of Texas and Washington, has deveioped an-innovative technique
for involving parents (Bilingual Mini-School Tutoring Project,‘1972-7§).

A1l migrant parents or family members who give time to the program receive
hourly payments in the form of vouchers. Their activities range from o
working with students in the classroom and assisting with special field
trips torbuilding shelves and painting, etc. The Parent Committee decided
that all money earned through working in-the program wyuld be donated Fo a
special fund which is controlled by the committee. To date, the funds have
been used to make emergency loans to families, to buy playground equipment,
and for special holiday parties for the children and families. Thus, the
money invested in parené involvement has benefited the program in many ways.
Other programs have encouraged parent involvement by giving one free hour
of babysitting for each hour worked in the program.

Not only should migrant parents be involved in their children's educa-
tion, but also in educational programs for themselves. Parent education
programs must be carefully planned to insure that they do reflect the needs

and desires of migrant parents and are convenient for them to attend. Adult
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educational programs can also be extended to include older teenagers. Some
s;ch possible programs include ESL classes, high school equivalency (GED)
or consumer education classes. To involve the migrant ﬁarents further in
their children's education, a toy lending library could be implemented.
This type of ptog;;m would not only provide toys to families, but would
also teach parents how to play with their children to promote their
cognitive and psychomotor development. Previously successful programs
have included nutrition education classes for parents. Such classes teach
migrant parents how to prepare nutritious inexpensive dishes as well as the
basic concepts of nutrition. A well-planned adult migrant program might
stress the cultural food preferences of the parents and introduce new but
inexpensive "American" dishes.

Finally, parents should be employed as instructional personnel and
support staff whenever possible. Parents on a mié;;;t staff provide a
most important link between school and community. ¥urthermore, parents
who assume jobs in instructional progr;ms may no_longer need to work as
migrants. And as migrant children begin to see cammuniéy parents in the‘
classroom, they may become more aware of job opportunities outside the
migrant stream.

The pef;anens residents of the host community should be involved as
much as possible in migrant programs. The cooperation of the grower or
farm manager can be most important. Such permanent residents must be
convinced that the advantages of a migrant program for children outweigh
bossihle unpleasant consequences for themselves. Involving permanent

community members in the program can do much to breck down traditional

barriers between the host community and the migrants.
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Support Services

Support services must be an integral component of a migrant prbgram. ‘ji
A child who is not healthy and does not have a well~balanced diet will not |
learn well in the classroom. Before the migrant children arrive, contacts
for support services must be made, and a file listing available services

must be started. A plan for conducting the child and family needs assess~-

ments for health and social services and for providing follow-up gservices
should be developed and person(s) responsible for each aspect should be

designﬁted. The Migrant Student Record Transfer Sﬁstem should provide the

- basic medical record keeping system, but each proérm will need its own
social services record keeping system. .

General arrangements for medical and dentd? check-ups must be antici-
pated. Special consideration must be given to aoégéing either sﬁpport ey
services persbnnel who can speak the language of the students and the
parents or staff who can translate. A bilingual staff may be useful in
social service aveass such as food stamps, Medicaid, and possibly housing.

Food services mmst also be planned before the students arrive. Many «
programs have made special efforts to incorporate the students' ethnic ‘IEE

foods into the food services progiam. A parent advisory committee can

provide innovative ideas for food services.




‘classroom activities together.

CLASSROOM CONCERNS

The program staff must decide how to orgsnize the classroom to meet o
the program goals and the needas of individual migrant students. The ,‘;;;

program model selected will do much to structure the clasaroom program snd ?

schedule. The basic strategies for ESL and bilingual clasarocms are dis- e

cugsed in this section.
The ESL Classroomn .

In an ESL support type program, the bilingual instructor works in the
classroom slongside the regular classroom teascher. While the clasaroom
teacher is c;rtying out regular activities, the bilingual inatructor assists
limited English speaking atu&ents in understanding the concepts presesnted
aa well as in gaining English second language skilla. The teachers plan .

Teachers must decide how much time will be devoted to ESL acl::lv:ll:iefs }
each day. Time spent on ESL should depend largely oﬁ the studenta’ ages
and sttention apans; as well ss upon how much they could léarn infom.tally
from native E;gliah apeaking atudents in non-academic situations such as

physical educstion, art, muaic, etc.

Liatening and spesking are the skills emphasized for beginning ESL

students and for younger students at any proficiency level. It should be
emphaaized that placing a limited English aspeaking student in s remedial
English language arts program primarily'designed to teach reading does

very little to tesch the child English. Lesrning to read is s complicated, | é
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task, and a child cannot do it well unless he has good listening, compéehenw
sion, and speaking skills,

Children needing ESL instruction will be at a variety of skill levels,
and will probably need to be grouped for instruction., Careful grouping

by skill rather than age level will make the ESL teacher's task much easier,
The Bilingual Classroom

If a school system selects a supplementary bilingual program, instruc-
tion in the native language will be given during a set aside portion of the.
day, usually by a teacher employed specifically to teach migrant children.
The regular classroom activities will remain fairly much tﬂe same, although
the supplementary classes should be coordinated with the regular classroom.

In both the maintenance and the transitional bilingual programs,
classroom.scheﬂuies and organization must be structured to provide children
with exposure to and practice in both languages. Some programs recommend
that language use should not be structured an% that there should be free
alternation of languages. Specialists in child language acquisition
generally disapprove of this practice, saying that languages should
definitely be kept separate so children will not confuse the two. These
resezrcl’'ars feel that free alternation of languages will result in one
"mixed language" instead of two independent language systems.

There are various ways of separating the two languages in the class-
room. One alternative is to separate languages according to subject
matter; for example, language artgs and social studiés may be taught in

Spanish, math and science in English. A second alternative is to divide

language use by time; for example, in the morning Spanish is uged, in the
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afternoon English is used. A third alternative, which can be very appro-
priate for a team-teacﬁing situation, is separating the languages by

teacher; e.g., the children speak English with Ms. Smith and Spanish with
Mr. Garcia. A good discussion of classroom design appears in A Handbook

for Bilingual Education {Saville and Troike, 1971).

As with ESL, consideration must also be given to grouping children
for various activities. Migrant children will arrive with a’ wide range of
skill levels and language levels. Some may speak no English, and some,
though Spanish surnamed, may speak no Spanish. Their instructional needs
ﬁill obviously be quite different and many activities will have to be done
in small groups or on an individual basis. (lassroom aides and parent
volunteers can be most important in these efforts, but it is still the
responsibility of the classroom teacher to organize the classroom and handle

-

the basic groupings.
Materials

Instructional materials are important to an educational program.
Materials often structure much of the classroom activity. Properly selected
commercial materials can help the teacher provide a well defined scope and
sequenée of instructional objectives. Well plamned and developed teacher
made materials can provide an extra spark in student learning.

Bilingual and ESL teachers are fortunate that in the past few years
more and more instructional materials have become available. While many
materials yill not fit any given program because of the differences in local
language and culture, there are still many other materials available that

can be adapted. The Bilingual Education Service (enter of Illinois has
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produced a document, Curriculum Materials for Bilingual Programs {Alvarado,

1973), which lists 3400 tities of materials in Spanish and English, and a
supplement which lists an additional 675 titles (DeHoogh and Swanson, 1974).
For each title, the subject, the suggested grade level, the media, the
publisher, and the distributor are listed. Under a grant from the National
Institute for Education, the Educational Products Information Exchange
Institute evaluated over 100 Spanish language arts series in the EPIE

Report: Number 73, Selector's Guide for Bilingual Education Materials

(1976). A second volume, EPIE Report: Number 74, Selector's Guide for
ep Numbe

Bilingual Rducation Materials, Spanish "Branch" Programs, evaluated in-

structional materials in various subject areas. Those reports sghould be
most helpful for migrant programs in the process of selecting materiala.

The ESL classroom needs materials for teaching English vocabulary,
structure, and pronunciation. Colorful pictures and audiovisual aids seem
to be some of the best tools for teaching language. Puppets and many
everyday objects can be necessities in ihe classroom. If the BESL teacher
plans to coordinate ESL activities with the regular classr;om activities,
she must have materials that will focus on the classroom curriculum areas.
These materials can be teacher made, or student made, or come from a
variety of commercial sources. Often, one student teaching another with
materials he has made stimulates learning.

The bilingual classroom needs materials for language arts in both
languages, as well as materials in other subject area# in the language in
which the subjects will pe taught. It is most important that the materials
selected be appropriate for the local language and culture. While few

commercilal materials will reflect a localized dialect, they can still be
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used successfully with children. Curriculum developers are now leaning
toward the use of a standard "international™ Spanish, rather than localized

dialects. Adaptation of materials by local migrant teachers cam bridge the

gap. '

* The Reading is Fundamental Program and Provecto Leer are excellent

sources for leisure reading materials in Spanish and English. Leisure
reading materials are important for establishing a habit of reading in
children. Other sources of materials are.  the materials development centers
and the dissemination and assessment éenters funded through the Bilingual

Education Program (see Appendix B).
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MEETING INDIVIDUAL STUDENTS' KEEDS

The academic and social growth of each and every student is the
ultimate goal of any instructional program. To tailor an effective instruc~
tional program for each miérant student, the teacher must determine what
skills each student has and what skills he needs. Ongoing diagnosis and

- *

evaluation of student progress is necessary during the course of a program

to redirect teaching efforts
Cognitive Needs

To insure the most effective teaching of a limited English speaking
migrant child, his teacher must quickly determine his skill level in the
English 1§nguage, the content areas, and, for a bilingual program, his
skill in the native language. Teaching a child a skill that is inappro-
priate for his level is a waste of time that a teacher of migrant children
cannot afford. Although much information is available on the Migrant Student
Record Transfer System, each teacher must do some testing and diagnosis.

Tests of varying quality are available for diagnosing language pro-~
ficiency, language dominancy, and academic achievement. The book,

Evaluation Instruments for Bilinpual Education: _An Annotated Bibliography

(1975), describes instruments that may be used with migrant children, and
is available from the Dissemination and Agsessment Center for Bilingual
Bicultural Education. The Northwest Reglonal Educational Laboratory has

evaluated language dominancy instruments in the publication Oral Language

Tests for Bilingual Students: An Evaluation of Language Dominance and
30
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Proficiency Instruments (1976). These tests may be particularly helpful

for ESL and native language placement. As with instructional materials,

care must be taken in selecting instruments to be sure that they are appro-

priate for the student population and will give the information necessary s
for instructional program planning.

An instructional program is designed, or prescribed, for each child -
based on the diagnosis of each child's skill level. The prescription sets
general goals {e.g., Juan will improve his pronunciation) as well as
spec}fic objectives (e.g., Juan willlpronounce‘x_as in vase). The goals
should provide sequentiél and continuous growth in Enélish, thg content
areas, and in the native ianguage if the program is bilingual. Goals for

individual student achievement should be consistent with overall program

- goals. .

- s
i .

LE

The classroom environment should be organized so that the individual

child can master the prescribed skill in the learning strategy. that best

suits him. Activities that can be very effective at times include work at
learning centers, individual work, and small group work.. Sometimes a stu=- iﬁ
dent can master a skill wmost effectively with one-to-one tutoring by a

teacher, aide, volunteer, or specialist. Réﬁirez points to some interesting

concepts on the different cognitive learning styles in New Approaches to

&

Bilingual Bicultural Education No. 4 Field Sensitivity and Field Independence 'lf

in Children (1974). He states that Mexican American children tend to be

"field-gsensitive” and work better with their peers, whereas Anglo children
tend to be "field-independent” and work better by themselves. According to ;
this, the American school system, which traditionally emphasizes indivi-

dualism and competitiveness, is not providing the most efficient learning

37



32

situations for Mexican American children. For many of them, group learrning
activities may be much more appropriate. Ramirez's theories on the cooper-

— ative behavior of Mexican American children as opposed to the competitive

.

behavior of Anglo children have interesting implications on how learning

4 o

situations should be structured for Mexican American children. Administra- s
tors and classroom teachers dealing with Mexican American migrant children -, ?%3
should be familiar with Ramirez's concepts. ' ’ ;%%

The initial diagnosis and prescription are only the beginning of the fiﬁ

testing process. After the child is taught each objective, his learning
needs to be evaluated and new skills to be learned prescribed. ‘Ongoing ’ S \jig
diagnosis and evaluation can be done daily, or, at a minimum, weekly. . , ;;;
Continual evaluation needs to be done not only to measure the student's 2
growth, but also to measure the effectiveness of the,activities the teacher _ s
E * has structured. Ongoing diagnosis and evaluation can be done in a variety. "”:
of ways, including teacher observation, checklists, and c;iterion‘refer- ‘ ,?
enced tests. Norm-referenced tests are usually used at less frequent T,

intervals than needed for ongoing classroom planning.
Affective Needs--Biculturalism

A child's positive self-concept is necessﬁrily related to a positive
concept of his home. Therefore, it is almost impossible to speak about a
limited English speaking migrant child's affective needs without talking :;
about a biculturalism in the classroom. Numerous studies have shown the

relationship of children's self concept to their academic achievement.

LTPan

. .

Regardless of the program model, affective needs must be met.
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Biculgu;aliSm is especially important for bilingual prog.ams because
of the close relationship of the lsnguage to the culture. Biculturalism
can also be an important part of an ESL program because it makes children
feel that the home culture 18 accepted while introducing a new culture. A
bicultural enriclment program can help foster mutual respect and under-
standing between Spanish speaking migrant students and Anglo students.

Bicultural enrichment can be integrated into core subject areas such
as language arts and math. A student can just as easily learn to read if
he is reading about Juan and Maria rather than Dick and Jane. The values
and lifestyles of Juan and Maria (who sre hopefully not just Dick and Jane
= colored brown) may be similar to pis own. in math, it is just as efficient
for a child to learn to count objécts that are culturally relevant to him -ﬁ
rather than ynknown objects. -

It should not be hard to bring bicultursl elements into the areas of

social studies, music, snd art, as they are "naturals" for studies of cal~ .  5?
ture. Holidays, varying styles in clothing, snd geography can be taught

migrant students in all grade levela partly by showing them examples in :gé
the community. Music and srt can show students that there are man} crestive “
outlets in all cultures. Nutrition ed;cation snd food experiences may be
studied in conjunction with social studies and the arts. Nutrition educa-
tion can teach migrant children ways in which_foods within their culture

are good for them, as well as introduce them to foods thst they have never
s experienced. A creative nutrition education program could structure food

n‘ experiences around various cultursl topics.

Career education ce~ be used to point out msny positive aspects of

bilingualism snd biculturalism. Through studies in career education, :E
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migrant students can legrn about many job opportunities which will be open

to bilingual students who complete high school and/or college. Students
at the elementary level and even at the kindergarten level are not too
young, to become aware of various career options open to them.

»

Using migrant parents in the classroom also promotes biculturalism.

Parents can be used as agsistants for special events such as field trips

and parties, as well as in the everyday classroom curriculum. A migrant
parent may have a special talent in cooking that he or ghe can share in
a nutrition education class.‘ Another migrant parent may be musically
talented and may be proud to teach the children songs or how to play
var?ous musical instruments. A creative science lesson could include a
study of food producing plants with a migrant parent taking a large part
in the discussion. The opportunities for involving migrant parents in
the classroom are limited only by a teacher's imagination.

Finally, bicultural education should teach not only an appreciation
of the home culture, but an awareness of and an ability to deal with the
dominant culture. The purpose of such education is to give the migrant
child skills to deal with those different from himself and to increase
his options in adult life. Bilingual education is especially critical
for the migrant child who may be isolated in rural areas away from the
dominant culture. Migrant students can learn much from field trips to
department stores, factories, offices, etc. If his education is success~
ful, eventually the migrant child will feel that he does indeed possess
the ability to cope with nearly everything in this multi-cultural, multi-

lingual world.
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PROGRAM EVALUATION AND DISSEMINATION

Evaluation is an essentisl part of any progfam, necessary to measure
the success of the past efforts, as well as to inqure successful planning
in the future. Methods of program evaluation must be decided ﬁpbn before
the prograﬁ in question is ever launched.

Programs may be evaluated in the areas of management, staff develop-
ment, education, parental involvement, gnd support services (social
services, health, nutrition), among others. Evaluation can be carried out
in terms of proecess (forvexample, what activities will we carry out to
meet our goals?) and produce {(for example, what will the end result be?).
Both the process and the product evaluations must be consistent with the
goals Sstablished at the program outset. A serie; ;% excellent references

for program evaluation are the mid—year'and ﬁrogrgm year evaluation repofts

_for the Bilingual Mini-School Tutoring Project (1972-75). =

Once a program evalvation is completed, it shpuid be uged in future -
program planning, and not put on a shelf to coliect-dusf.' If it is parti-
cularly well planned and informative, it may:be'&issemiﬁatg& ﬁo other - .-
programs and to interesfed gdministrators. A well ﬁianned and carried o;t
evaluation can be an excellent way of assisting other programs by showing
them what has and has not been effective. If certain new approacnes are

of special help to children, they are worth sharing.
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SUMMARY AND.RECOMMENDATIONS

The 1imited English speaking migrant child is not an “unusual child.”,

He is ouly a child with special needs. Since school systems do not gen— -
erally have much experience in dealing with migrant children, this mpnogfapﬁ"; .
is intended to give these school systems some ideas with which they mighé.
provide better educational opportunities for Spanish speaking migraﬁéb:‘
children. '

The education of Spanish speaking migrant children has been neglected".

at fedgral, state, and local levels. There haé never been- an’adequate

count of migrant children. The Migrant Student Record Transfer System

does collect a lot of information about these children, but it fails to "  -5§€
record either the child’s home language or his dominant language. Cer- ‘ R
tainly this information is as critical to program planning as the child‘sl o .5%
scores on specific tests, which are listed. - Before Spanish speaking _ o ‘%;
migrant children’s needs can be met on a national level, determination of _;é
the number of migrant children currently enr;iled in elemen:aryvand hiéh\ :
schools ia needed to get-Congtessional supﬁ%rt and funds for migrant
programs. 1?
State educational agencies and local educational agencies must also ':ﬁ}
become more aware of the needs of Spanish speaking migrant' children. a
Efforts to meet their needs must be made in states without ESL or bilingual ‘;
legislation, as well as in those with such—legislation. State agencies ’{
must provide leadership to local scyools that need special expertise, as ’ jé
well as distributing funds for various local projects. Hopefully, through E
36 S
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combined efforts at federal, state, and local levels, all migrant children

who need bilingual education or ESL will have access to such programs.

T -
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APPENDIX A

List of Colleges and Universities Offeriung
Bilingual Educition Trainiug

Dr. Carlos Vallejo
Arizona State University
College of Education
Tempe, Arizona 85281

Dr. Rodolfo Serrano
California State University at
Bakersfield

School of Education

9001 Stockdale Highway
Bakersfield, California 93309

Ms. Sylvia Rose Gonzalez
California State University,
Dominquez Hills

School of Education

10060 East Victoria Street -
Dominquez Hills, California 906747

Dr. Charles F. Leyba

California State University at
Los ‘Angeles

Bilingual Teacher Training Center
5151 State University Drive

Los Angeles, California 90032

Dr. Dolores Escobar Litsinger
California State University at
Northridge

Department of Elementary Education
Northridge, California 913%4

Dr. Roberto D. Segura

California State University at
Sacramento

Department of Teacher Education
6000 J Street

Sacramento, California 95819

Dr. M. Reyes Mazon

San Diego State University
Institute for Cultural Pluralism
Sc¢hool of Education

San Deigo, California 92182

r

Dr. Gustavo Gonzalez
University of California at

Santa Barbara
Graduate School of Bducation
Bilingual/Cross-Cultural Program .
Santa Barbara, California 93106

Dr. Jose R. Llanes

University of San Francisco
Multicultural Program

Golden Gate and Parker Avenues
San Francisco, Califoruwia 94117

Pr. Gus. Garcia

University of the Pacific
5chool of Education - .
Stockton, California 95211

Dr. Leonard Baca
University.of Colorado
School of Education

.o T
Sl

Division of Educational Specialists

Boulder, Colorado 80309

Dr. Byron Massiales |
Florida State University
School of Education
Tallahassee, Florida 32306

Dr. Henry Trueba

University of Illinois at Urbana - -.

College of Education
329 Education Building
Urbana, Illinois 61801

Dr. Kenneth Nickel
Wichita State University
College of Education

Box 28

Wichita, Kansas 67208
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Dr. Maria E. Brisk

Boston University

School of Education

Boston, Massachusetts 02215

Dr. Sylvia Viera

University of Massachusetts
School of Education

Bilingual Bicultural Professions
Program

Amherst, Massachusetts 01002

Dr. James Snoddy

Michigan State University
School of Education

Room 349 Erickson Hsll

East Lansing, Michigan 48824

Dr. Tadashi Kikuoka and

Dr. Albert Reiners

Seton Hall University

Center of Bilingual Education
South Orange, New Jersey 07103

Dr. Atilano Valencia
New Mexico State University at
Las Cruces

Educational Resource Center

Box 3AC
Las Cruces, New Mexico - 88003

Dr. William Sanchez and
Dr. Jane Kopp

_ University of New Mexico at

Albuquerque

" College of Education

107 Education Administration Building

* Albugiierque, New Mexico 87131

Dr. Richard Baecher

Fordham University

School of Education at

Lincoln Center

Room 1024 ~ 113 West 60th Street
New York, New York 10023

Dr. Isabel Sirgado
Hofstra University

. School of Education

Hampstead, New York 11550
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Dr. Gladys Wolff
Long Island University at
Brooklyn Center

~" 385 Flatbush Avenue

Brooklyn, New York 11201

Dr. Pedro Algarin

“New York University

735 East Building R
Washington Square .
New York, New York 10003

Dr. Efthimia Bozinou

St. John's University

Grand Centér "and Utopia Parkways
Jamaica, Ne.w York 11439

Dr. Lester Golub:

Pennsylvania- State-University
College of Education

University Park, Pennsylvania 16802
Dr. ‘Max Castillo-
University of Bouston

_ Depart:ment.of Curriculum and

Instruction.
B:Llingualfuulticultural Program Area
Houston, Texas 77004

*Gmrge Blanco

Univers:ll:y of Texas at Austin’
College of Eglucal:ion : :
Austin, Texas’ 78712

Dr. Marie Barker -
University of Texas at El Paso
College of Education °

El Paso, Texas 79968

' Dr. Albar A. Pena
- University of Texas at

San-Antonio’ _
Division of Bicultural~
Bilingual Studies

San Anton:lo, 'rexas 78285

Dr. Juan Juarez ) --
University of Washington
College of Education

Seattle, Washington 98195
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Dr, Macario Saldate ---. Dr. Ricardg Garcig i
University of Arizong Unive'rsity.of Cklahoma
College of Educatign ollege of Edycation e
243 i Second Street, Boy 601 Norman, Oklahoma 73069
Tucson, Arizona 8572 . :
Dr. Mario Benitey
Dr. Alfreds Castanedy and Texag A and 1 D‘niversity'
Dr. Tturo Pacheco Bilingual Education Center
Stanforg University Kingsville, Texas 78343
School of Educat §5n
Staliford, California 94305
Dr. Elnora 4, 014 Coyote
Montang State Univergy
Zeman, Montang 39715 "
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APPENDIX B

Bilingual Education Centers

Training Resource Centers

Roberto Cruz

Berkeley Resource Center
2168 Shattuck Avenue
Berkeley, California 94704
(415) 549-1820

Anthony M. Vega

Comprehensive Educational Assistance Center
800 North State College Boulevard
Fullerton, California 92634

(714) 870-3109

Steven F. Arvizu

Cross-Cultural Resource Center

6000 "J" Street

Sacramento, California 95819 .o
(916) 454-6985

M. Reyes Mazon )
Bilingual Education Training Resou:ce Center
Institute for Cultural Pluralism :

5544% Hardy Avenue

San Diego, California 92182

(714) 286~5193

Maria Medina-Swanson

Midwest Resource Center for- Bilingual Bicultural Educanion

Bilingual Education Sexvice Cenner
500 South Dwyer Avenue

Arlington Heights, Illinois 60005 -
(312) 255-9820

Robert Fontenot :
University of Southwestern Louisiana
Bilingual Bicultural Resource Center
East University Avenue -
Lafayette, Louistana 70504
(318) 233-3850

e,

(Source:

Office of Bilingual Education, U. S. Office of Education)
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Antonio Simoes ; ’ wk

New England Bilingual Training Resource Center : ) .
% 765 Commonwealth Avenue ‘ 3
3 Boston, Massachugetts 02215 ¥ ' IEE
(617) 353-4365 : .

Jose A. Gandert .
Southwest Bilingual Education Traini.g Resource Center -
The University of New Mexico . - N
College of Education
Albuquerque, New Mexico 87131
(505) 277~3551

Carmen Velkas

Regional Bilingual Training Resnurce Center .

Center for Bilingual Ediucation : :
\ 110 Livingston Street, Room 224

Brooklyn, New York 11202

(212) 858~5505

Dr. Frank X, Sutman

Merit Center

Ritter Hall Annex, Room 434

Broad Street and Montgomery Avenue
Philadelphia, Pemnsylvania 19122

(215) 787-6258 -
Adeline Becker ®
o New England HMItilingua1~Hu1ticu1tural Teaching
% Resource Center
ﬂ? 86 Fourth Street

- , Providence, Rhode Island 02906
L (401) 331~3627

Joel Gomez

South Central Bilingual Resource Center
o Region XIII Education Service Center

- 6504 Tracor Lane ’ o
B Austin, Texas 78721 - g
i (512) 926-8080 ' . -

o Dr. Hugo Rivera vl
N National Network of Bilingual Bicultural Education ' S
7 Intermountain Resource Center ST
2 2201 East 13th Street A
v Salt Lake City, Utah 84109 e

- (801) 581-8221 A
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Dr. Robert Manion

Bilingual Education Technical Assistance Center

P. 0. Box 1357 d
Tacoma, Washington 98401 ’
(206) 383-1811

Dr. Juan Juarez

Bilingual Training Resource Center
University of Washington

122 Miiler Hall

Seattle, Washington 98195

(206) 543-4424

Dissemination and Assessment Centers

John Correiro

Dissemination and Assessment Center
Lesley College

29 Everett Street

Cambridge, Massachus :3 02138
(617) 492-0505

Charles Leyba

Asseasment and Dissemination Center
California State University

5151 State University Drive

Los Angeles, California 90032

(213} 224-3631

Joel Gomez

Digsemination and Assessment Center for Bilingual Education
Education Service Center - Region XIIE

Program Developmesnt Division

6504 Tracor Lane

Austin, Texas 78721

(512) 926-6129

Materials Development Centers

Tupou Pulu

Alagkan Native Language Material Development Center
University of Alaska PP

Rural Education Affairs

104 Bunnell

Fairbanks, Alaska 99701 .

(907) 479~7259 (Develops for Alaskan

Languages)
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Elizabeth M. Antley o
Arizona Bilingual Materials Development Center ¢ o
University of Arizona E
1434 Bast 2nd Street i
Tucson, Arizona 85721
(602) 884-3724

Dennis Fukumoto .
Asian Bilingual Material Center )
15 West Alhambra Road

[

ii . Alhambra, California 91801 (Develops for Chinese, ‘ \ffi

RS (213) 289-5411 Japanese, and Korean) T
- Linda Wing .

5 Asian American Bilingual Center :

| S 2168 Shattuck (Develops for Chinese,

S Berkeley, California 94704 Japanese, Korean,

= (415) 848-3199 Filipino, and Samoan)

Roberto Ortiz

5 Multilingual-Multicultural Materials Development Center
.2 3801 West Temple Avenue

Pomona, California 91768

' (714) 598-4984

Ralph Robinett "’
Spanish Curricula Development Center
7100 N. W. 17th Avenue

Miami, Florida 33147

(303) 696-2244

. Ty
.o '
*

Henry Trueba and Rudolfo Martinez )

Midwest Office for Materials Development T
University of Illinois T
College of Education ’ o
Urbana, Illinois 61801 -
(217) 333-2615 E

° Andrew Ford

- National Materials Development Center for French and B
- Portuguese el
o 168 South River Road

o Bedford, New Hampshire 01102 (Develops for French and

- {603) 668-7198 Portuguese)

3, John Young

s o Asian Bilingual Curriculum Development Center

3y 4400 South Orange Avenue :

> South Orange, New Jersey 07079 (Develops for Chinese,

S {201) 762-9000 Korean, and Japanese)




Gloria Emerson

Native American Materials Development Center

40? Rio Grande Blvdo, N. W.

Albuquerque, New Mexicoe 87103 )

{505) 242-5222 (Develops for Navajo)

Auvrea Rodriguez

Nort “east Center for Curriculum Development
778 Forest Avenue

Bronx, New York 10456

Carius Perez

Biitingual Materials Development Center
6000 Camp Bowie Road

Fort Worth, Texas 76107

{(817) 731-0736

Juan Seclis

The National Center for the Development ¢f Bilingual
Curriculum

3700 Ross Avenue

Dallas, Texas 75204

{(214) 824-1620

Francisce Urbina "
Midwest Materials Development Center
1516 West Forest Home Avenue

Milwyaukee, Wisconsin 52304

(414) 475-8731
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Summary

The purpose of this bulletin is to inform citizens and policy

nakers
istics

about the nature and scope of crime in rural ohio, the character-
of those committing crimes in rural areas, and protective means

currently employed by rural residents to protect themselves and their

property. Each sub-purpose is summarized below:

Nature

s =

and Scope of Crime in Rural Ohio

305 percent increase in crimes occurred to rural Ohioans from
1965 through 1974.

Vandalism is the leading crime in rural Ohio (38 percent of al1l
crimes).

Thievery 1s the second most frequent crime in rural areas.

Less than one half of crimes océurring to rural residents are
reported to law enforcement authorities.

Laxity of courts, lack of law enforcement, laxity and breakdowm
of family life are the reasons.most often cited for the increasing
number of crimes in rural areas.

Rural residenta who do not report crimes state such reasons as:
"it is no use," "difficult to enforce," "red tape," etc.

Characteristics of Offenders

74 perceut are under 30 Years of age

" 16 "and 19 year olda are the most often arrested age group

87 percent are male ?

27 percent are students .

60 percent are urban reaidents

64 percent are single ;

45 percent are arrested in a group

23 percent are intoxicated

31 percent have previous recorda known to the police
93 percent are white

Protective Meana Uggé by Rural Residents

fame o -
e

~ Many rural Ohioans do not lock the door to their residence when

not at home
Less than halffl lock their autos

- Most do not lock their builldings or equipment




Implications .

With the year by year increase in crimes committed in rural areas, -
rural Chioans no longer can enjoy the luxury of not having to worry about

vandalism, thievery, or a multitude of other crimes. HNot only are these
mounting crimes ccstly but also the peak probably has not yet been reached.

You cannot completely eliminate the potential of being a victim of
crime, but you can reduce the probability. For example, to reduce the .
_ chance that your house will be burglarized:

«~ Make your home look occupied

Lock all outside doors before you leave or go to bed

Leave lights on when you go out.- A radio playing is aleo a good 2
burglar deterrent. If you're going to be away any length of time, <
connect some lamps to automatic timers eo your lighte turn on at

. , dusk and go off at bedtime.

Keep your garage door closed and locked

Don't allow daily de